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Abstract
Global competency-based modules are relatively new in higher education. As a way to
measure global competency the USF Global Competency Test (GCT) modules
objectively measure global competencies for individuals. The purpose of this study was
to investigate the value of three global competency-based program modules and
undergraduate student perceptions of the Unite Nations Sustainable Development
Goals, the basis for the modules.
This study addressed the questions:
1. What are the change scores based on the Global Competency Test module
pre/postassessment scores for students who participated in Operation: Global
Action/Academic and Cultural Engagement program during Summer 2021?
2. Are there differences in the assessment change scores based on the
demographic variables of gender, race, and international status?
3. What are the student perceptions of the most important UN SDGs?
The overall reliability scores for all three modules were in the acceptable range.
Overall, the results indicate there were no significant differences based on
gender and international status. Although there was a difference in one of the three
GCT modules (Values and Policy) based on race between Black African American and
Others, Mixed Race, individual who identified themselves with more than one race, and
Others, since the Other category included individuals who did not identify with any
races, in effect, there was no difference based on race.

v

The findings from this research include suggestions for educators, researchers,
educational agencies, higher education policy makers, and the United Nations related to
the Sustainable Development Goals.
The results of this study could be useful to develop additional means which could
include modules to present global competencies in a manner that meet the needs of the
recipients.
One of the recommendations for future research from this study is to develop a
stronger research design in which students assigned to different modules randomly or a
controlled condition can help to improve the measurement properties of the
assessments.
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Chapter 1
Introduction
Developing the global competency skills in undergraduate students can lead
them to develop more meaningful connections in the international world, which can help
them, have more job opportunities in the global job market. According to AwaidaNachabe (2017), “Today’s interconnection mandates an agenda to bridge, understand,
and appreciate cultural differences” (p. 3). She continues, “Existing research incites a
need for global competence framework in which successful interpersonal, academic,
and professional life is achieved in a world of global economies” (p. 3).
The Global Citizens Project (GCP) is a USF initiative that develops, promotes,
and supports curricular and non-curricular programs related to global issues identified
by the United Nations (UN) Sustainable Development Goals (SDGS) (GCP, n.d). It
introduces and emphasizes knowledge and skills, which will help students navigate the
global world. The GCP originally had three primary global programs: (a) Global Citizens
Award (GCA) encourages students to get involved with global events; (b) Operation:
Global Action (OGA) is a 4-week program focusing on United Nations Sustainable
Development Goals (2015); and (c) Global Curriculum (GC) includes course certification
actions to ensure courses comply with global content set forth by the Global Pathway
Program (Global Pathways, n.d).
The GCA and the OGA programs were developed for undergraduate students,
while the GC was established for faculty. To reach undergraduate students, three self-
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contained 3-part global competency-based learning modules were developed. These
modules included videos plus pre/post assessment items based on selected UN SDGs
topics.
The Global Competency Test (GCT) is a series of pre/post assessment items
related to the topic of each module and is used to measure global competencies and to
engage students with global issues, background facts, and interconnectedness between
individuals and global issues. The GCT does not rely on self-report or subjective
estimates of global competency or knowledge; rather it is based on the content of the
developed modules.
Statement of the Problem
The Global Citizens Project at USF was tasked with developing competencybased modules based on selected UN SDGs. These competency-based modules
included assessment items; however, the materials developed by the GCP have not
been thoroughly investigated for reliability and validity. Little research had attempted to
evaluate the feasibility of competency-based assessment instruments as opposed to
self-report instruments. Most research has utilized self-report indicators to assess
global competency (e.g., Awaida-Nachabe, 2017; Deardorff, 2004, 2006, 2011; Hett,
1993, Hunter, 2004; Wallenberg-Lerner, 2013). According to B. McCollaum, “self-report
does not provide data to be able measure the impact.” (personal communication, April
23, 2021)
Existing definitions, models, and instruments of global competence represent an
array of theoretical approaches and methods. Despite extensive research, almost all
global inquiries have been explored from an American-Western perspective with no
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consensus or inclusion of an authentic intercultural definition (Bennet, 1993; Deardorff,
2004, 2006, 2011; Hett, 1993; Hunter, 2004; Mansilla & Jackson, 2011; Merriam &
Associates, 2007; Olson & Kroeger, 2001; Reimers, 2008; United Nations Educational,
Scientific, and Cultural Organization [UNESCO], 1998; Wallenberg-Lerner, 2013).
Purpose of the Study
The purpose of this study was to investigate the value of global competencybased program modules and undergraduate students’ perceptions of the UN SDGs, the
basis for the modules. This included investigating the global competency-based
learning videos plus pre/post assessment items based on the selected UN SDGs topics.
Three modules are developed by Global Citizens Project (GCP) based on the UN SDGs
(MccCollaum et al, 2020). The modules are titled Policy and Impact, Information Age,
and Values and Policy. Each module includes topic-related videos, which allows
students to take the pre/post assessment items upon completion.
Research Questions
Research questions guiding this study included:
1. What are the change scores based on the Global Competency Test modules
pre/postassessment scores for students who participated in Operation: Global
Action/ACE during Summer 2021?
2. Are there differences in the assessment change scores based on the
demographic variables of gender, race, and international status?
3. What are the student perceptions of the priority of the UN SDGs?
Theoretical Framework
The University of South Florida’s (USF) Global Citizens Project (GCP) defines
global citizenship as: “a global citizen engages meaningfully and effectively with diverse
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people, places, events, challenges, and opportunities” (USF Quality Enhancement Plan,
2015, p. 33).
Lauria and Vygotsky (1930), whose theoretical contributions to the development
of curricula and teaching strategies are known among educational theorists, devised a
sociocultural theory, which subsequently influenced the development of the
constructivist movement. According to Vygotsky (1978),
Every function in the child’s cultural development appears twice: first, on the
social level, and later, on the individual level; first between people
(interpsychological) and then inside the child (interapsychological). This applies
equally to voluntary attention, to the logical memory, and to the formation of
concepts. All the higher functions originate as actual relationships between
individuals. (p. 57)
Vygotsky employed a microview towards studying how individuals learn in a
given social situation. He argued, "learning is a necessary and universal aspect of the
process of developing culturally organized, specifically human psychological function"
(1978, p. 90). Vygotsky emphasized exploring how students construct meaning, instead
of focusing on how students learn. According to him, social experience shapes the way
an individual thinks and interprets the world. As Petrova (2013) stated, “Vygotsky’s
original work also included suggestions on how to rethink the essence of educational
content and how to develop instructional methods that would mediate the development
of higher psychological functions in students” (p. 242). Petrova (2013) explained how
separation from external, material reality, and the learning of theoretical concepts,
needs an understanding of systematic knowledge that goes beyond the individual’s
current experience and potential accessibility to prior experiences. Petrova (2013) also
argued, “the role of cultural tools in learning effective ways of acting is recognized only
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formally, social interactions as such are viewed as vehicles for developing higher forms
of cognition in individuals” (p. 243).
According to Vygotsky (1930), sociocultural theory is one of the most important
factors, influencing the way individuals think. What individuals think about is the
environment in which they grew and are continuing to grow.
Significance of the Study
In recent years, more universities and colleges are providing opportunities for
students to have international, global, cultural, and other experiences as part of their
college experience. According to the Asia Society Center for Global Education/OECD
(2018),
Although the challenge is great, and the need increasingly urgent, developing
global competence through education does not require a massive infusion of
sources, nor does it call for heroic, extraordinary educators. There is
nevertheless, a significant opportunity for nations and economics seeking to
prosper in today’s interconnected world to invest in educators’ professional
development so that global competence becomes integral to the core of
educational practice. (p. 6)
Different programs on campuses nationwide have developed different categories
through undergraduate course works such as education abroad programs, Peace
Corps, Fullbright, and so forth. According to Bidyuk (2016), “global rankings play a
crucial role in defining the potential of a higher education institution and its place on the
educational arena” (p. 12), as a result most universities in the United States are
focusing on programs that will provide experiences related to global competence for
their students.
While this movement has developed over the years, it is essential to emphasize
the importance of developing global competency skills among the students as much as
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encouraging them to become involved with international experiences. As WallenbergLerner (2013) stated, “Numerous international educators have discussed the term
global competence, to include what knowledge, skills, attitudes, behaviors, and
experience are necessary to become globally competent” (p. 9).
According to Boix Mansilla and Jackson (2011), one of the requirements of
globalization of societies and shared interdependence in students is to increase the
recognition of global issues as well as engage in effective problem solving in everyday
life. The Asia Society Center for Global Education/OECD (2018) stated,
Globally competent students understand that the world is a system in which their
actions, as well as the actions of nations, have consequences across the globe.
They see the interconnectedness of humans with the landscape and
environment; they understand why people settle and live where they do; they are
attuned to their local economy and understand how it is affected by global
economic forces; they see history as an ongoing story with many threads, rather
than a series of unconnected events; they are aware of the big questions
doctors, scientists, and policymakers are trying to answer and recognize the
forces that impede or accelerate progress; and they are attuned to the
differences as well as the similarities of cultures. (p. 12)
Limitations
The population of this study was USF undergraduate students who participated
in the Academic and Cultural Engagement Program (ACE). All students who
participated in ACE are required to take the Global Competency Test (initial module and
exit module) in order to fulfill their global learning experience.
For various reasons, the number of students who start the ACE program
decreases throughout the five weeks because, students withdraw; the only indication of
actual participation of students is completion of their final projects by the end of the ACE
program. Some students open the test, but they do not complete the test. A number of
students take the initial module, but they do not take the exit module. The GCT items
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and versions continue to be monitored. However, at this stage in development, the
GCT required reliability and validity studies which could bolster its evidence of quality.
Therefore, although positive, previous studies have not provided conclusive evidence of
the GCT’s quality.
According to McCollaum et al. (2020), the GCT claims the content of the modules
is teachable, which should create the ability to detect the impact of learning via the
pre/post assessments items. The authors claim this is not only strength, but also a
limitation. To continue, they stated that the GCT might not be able to detect impact
from purely transformative experiences, but it is essential to recognize that some global
programs are not meant to impart global competencies, but rather they are meant to
encourage students to look at the world as a global community. Under such
circumstances, it is unlikely that global competencies will increase significantly. To
continue, they believed by testing this under a pre-assessment and post-assessment
scenario, where students who participate in high impact practices (i.e., as study abroad
or community service) by taking a version of the GCT at the onset of their participation
and another version upon conclusion, some global competency changes can be seen.
B. McCollaum stated, (personal conversation, April 21, 2021),
I am psychometrician and I developed the GCT, which is a huge task for one
person. This test was developed with big challenges and developed based on a
shoestring budget and limited resources. I still question it and it needs
improvement. I had to become global expert. In addition, I had to put find
content for the videos and make the videos which is not my expertise.
Another limitation included the restriction of the race categories to the USFdesignated format on the demographic form. Also, USF does not allow individuals to
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specify whether they are of mixed races. USF makes no attempt to address different
ethnicities, such as Latinx or Middle Eastern.
According to McCollaum et al. (2020), the overall results support the quality of
the three versions of the GCT. The GCTs all show reliability on the six UN sustainability
anchor items, with all three versions achieving a 0.9 or above. According to B.
McCollaum (personal communication, April 23, 2021), for item difficulty “the percentage
of the entire test takers who did it right was small . . . I used Classical Test Theory
(CTT) because the number of test takers was small and CTT is safe for small numbers.”
McCollaum et al. (2020) stated that the average item difficulties are between 0.41 and
0.52, showing that the test versions vary in difficulty, but not to a great degree, which
indicates that the GCT task modeling did achieve fairly stable item writing parameters
between versions. As for adjusting scores for equating purposes, the six the UN
sustainability anchor items can allow for comparison between the three pre-assessment
and post-assessment modules goals used to equate the test modules.
The faculty and administrative staff who were selected as the panel of experts
were content experts, not test development experts. There has been questionable
evidence about some of the topics not being high priority global issues based on the UN
SDGs (B. McCollaum, personal communication, April, 23, 2021).
Another limitation is the lack of additional information on international students or
the social economic status of those who take the GCT and participate in GCP.
Definition of Terms
The following terms provide the operational definition for this study.
ACE Program--Academic and Cultural Engagement Program (ACE) is designed
to facilitate a purposeful transition from high school to college for incoming freshmen in
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the realm of academics, social community building, and campus engagement. (USF
ACE, n.d.)
Global Citizens Project--The Global Citizens Project (GCP) is a university-wide
initiative aimed at enhancing undergraduate students' global competencies through the
development of new and improved curricular and co-curricular experiences.
Opportunities are available to students at all campuses.
Global Competency--The ability to recognize global issues, the relationship
between an individual and the global issues, and willingness to search for a sustainable
solution for those global issues.
Global Competency Test--The GCT is series of modules with accompanying
assessment items that measure global competency. It engages students with global
issues, facts, relationships and impacts. This test does not rely on self-report or
subjective estimates of global competency or knowledge and it allows students to
engage with unique global issues. GCT uses original media to present information
about global issues.
GCT Modules--Three modules are developed by Global Citizens Project (GCP,
2015) based on the UN SDGs. They are titled Policy and Impact, Information Age, and
Values and Policy. Each module includes topic-related videos, which upon completion
allows students to take the pre/post assessment items.
Operation: Global Action--The OGA is an innovative experiential learning
opportunity for undergraduate students focused on global challenges and making a
social impact. (Operation: Global Action, About, Core Values, paragraph 3, n.d.)
Preassessment/ Postassessment--Assessment Items related to the specific
content topics of the GCT modules to test the students’ learning of module content.
Participants--Students who participated in the Academic and Cultural
Engagement Program (ACE) during Summer 2021.
Respondents--Students who took at least one of the three versions of the Global
Competency Test (GCT) modules as their preassessment and postassessment.
Undergraduate Students--USF undergraduate students who are enrolled in
bachelors degree programs ranging from freshman to senior year.
Organization of Study
This study organized into five chapters. Chapter 1 introduced the study by
presenting the problem to be researched. Included in this chapter are the purpose of
the study, research questions, significance of the study, theoretical framework,
9

limitations of the study, definitions of terms, and organization of the study. Chapter 2
contains the review of related literature for the research. The literature reviewed for this
study presented in the following sections: (a) globalization, (b) global competency, (c)
global perspective, (d) global mindset, (e) culture, (f) intercultural competence, (g) the
United Nations Sustainable Development Goals, (h) Global Citizens Project, (i) Global
Competency Test, (j) Development of the Instrument, (k) Development of the GCT, (l)
Design of the GCT, and (m) a summary. Chapter 3 details the procedures utilized in
this study. This includes the research design, research questions, population and
sampling, instrumentation, validity, reliability, data collection, data analysis, and a
summary. Chapter 4 describes the characteristics of the respondents, the research
questions and results, and a summary. Chapter 5 included a summary of the study and
presented the conclusions, implications, and recommendations for future research.
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Chapter 2
Review of the Literature
The purpose of this study was to investigate the value of global competencybased program modules and undergraduate students’ perceptions of the UNSDGs, the
basis for the modules. This includes investigating the global competency-based
learning videos plus pre/postassessment based on the selected UN SDGs topics.
Three modules were developed by the Global Citizens Project (GCP) based on UN
SDGs and are titled Policy and Impact, Information Age, and Values and Policy. Each
module includes topic-related videos, which upon completion allows students to take the
pre/postassessment items. The parts of this chapter include globalization, global
competency, global perspective, global mindset, culture, intercultural competence, the
United Nations Sustainable Development Goals, Global Citizens Project, Global
Competency Test, development of the instrument, and summary.
Globalization
The phenomena of globalization and being globally competent have become
areas higher education has emphasized in the development in their curricula and have
introduced their students to this phenomenon. Most higher education institutions have
been funding multiple international co-curricular activities in order to reach a global
status, which as Wallenberg-Lerner (2013) stated “this term [globalization] is used
frequently and in so many different ways that is often difficult to determine if any single
meaning exists for all those using it” (p. 15). Oxfam (2008) asserted, “this is of course a
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process, a space of possibility, rather than a destination” (p. 4). Hunter (2004), in a
different approach, said globalization is equal to Americanization. Wright (2009) defined
globalization as when people from different ethnicities and religions were pulled
together under one roof, on a united platform of economic exchange. According to the
University of South Florida Quality Enhancement Plan (QEP), “institutions of higher
education across the U.S. and beyond recognize the growing need to educate ‘globally
competent’ students” (p. 21). Mitchell and Nielsen (2012) stated that being globally
engaged enables higher education institutions to compete for financial resources, which
can be used to their advantage.
According to Hovland (2014), Olson et al. (2006), and Scott (2000), it is essential
to distinguish the differences between internationalizations and globalizations, the terms
are often use interchangeably. According to QEP (2015), “the term internationalization
refers to the interactions between nation-states, including their diplomatic relations and
role of international agencies within and between them, whereas globalization goes
beyond territorial borders to address issues mediated through contemporary culture and
technology” (p. 21). Olsson et al. (2006) stated the definition of internationalization in
the context of higher education is “the process by which institutions foster global
learning” (p. v). They also categorized global learning into three related types: (a)
international, (b) global, and (c) intercultural. According to Bidyuk (2016), “globalization
as [a] phenomenon has been acquiring much significance and [in] all the spheres,
especially in higher education” (p. 12).
Belal (2017) stated “internationalization is a reaction to globalization, meaning
that internationalized curricula in education, for example, are designed to address our
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interconnected globalizing the world” (p. 20). Knight (2004) defined internationalization
as: “the process of integrating an international, intercultural, or global dimension into the
purpose, functions, or delivery of a school community” (p. 11).
Hicks (2003) defined globalization as “The innumerable interconnections-economic, cultural, technological, political--which bind the local and national into a
global community; the consequences of neo-liberal economic policies which see
everything, including education, as a commodity to be sold in the global market place”
(p. 275). The United Nations Educational, Scientific and Cultural Organization
(UNESCO) (2003) considers globalization to include the following elements: economy,
technology, knowledge, human capital, and social values. These elements exist across
boarders not defined by conventional country boarders. Globalization impacts
geographical areas due to local history, culture, customs, and natural resources.
Bidyuk (2016) believes,
The issue of globalization and consequently internationalization of higher
education has been attracting attention for a long period of time. Having
performed theoretical analysis of relevant scientific literature we
concluded that scholars all over the world had tried to study the impact
of globalization on different fields and environments in the context of
various aspects. (p. 8)
Today the main issues within the changing foundation of higher education still
remain: (a) emphasizing the significance of a knowledge-based economy and society;
(b) the direct connection between innovations, the latest information, and
communication technologies; analyzed (c) the increasing important role of the market
and the market economy (Killick, 2015).
Due to the social interaction impact of globalization, higher education institutions
are forming consumed mentality that modifies education into an exchangeable product
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(Seawright, 2014; Shefner et al., 2014). According to Slaughter and Leslie (1999), the
academy of higher education has shifted from a core of liberal arts to an entrepreneurial
dimension, which results in the increase of commercially-oriented research.
Armstrong (2009) presented a conceptual framework aimed at studying the
globalization influence on American higher education institutions. According to his
framework, the globalization in the international scope considers higher education
institutions to be hubs. According to Wulf (2013),
Globalization must be understood as a process in which two global
tendencies that define the present are advancing reciprocally in a
manner that is not without conflict. One tendency is toward
homogenization and universal standardization of the world; the
other tendency is towards provision of room for cultural diversity in
this process. (p. 73)
According to Bastedo and Gumport (2003), to remain competitive in the
international labor market, the country needs to keep pace with the dramatic
globalization processes occurring within the global society as well as with new flows of
information, technologies, and human capital. Therefore, American educators should
take into account the following:
a. the most crucial challenges world is facing are violent extremism, climate
changes, epidemics, and cybercrimes. So, to these challenges every individual
requires adopting scholarly research and collaborating with other countries.
b. For culture and business, to go beyond national borders, American specialists
of tomorrow need to expand their horizon from the local level, and must think
globally and get prepared to cooperate across cultures and societies, if they want
to be successful.
c. US higher education institutions need to be more globally engaged by
attracting more internationally oriented students and scholars in order to be able
to compete both in domestic and international levels. As Goodman (2009) stated,
it is important to have classrooms with multiple perspectives since the number of
international students is increasing.
According to Bidyuk (2016),
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American universities and colleges should be prepared to change and
develop the performance that leads to the knowledge-based economy.
As a result, it is necessary to teach such knowledge and skills that are
required for now types of educational and research activities. (p.13)
Friedman (2005) stated modern higher education intuitions need to take into
consideration key principles for the five core challenges with the help of eight critical
responses. These include the following: (a) equity of access, (b) sustainable
development, (c) high-quality instruction, (d) engagement of student experience, (e)
transparent and accountable administration, (f) process-driven organization structures,
and (g) strategic use of technology. In his book The World is Flat (2005), he defined
globalization as the foundation of the world as it exists. He stated the world is flatter
since the rise of the technology, because people of the world are interconnected. Aston
(2002) argued the definition of globalization has shifted from the bounds of economics
and has become a synonym for international relations in technology, politics, media, the
environment, and the intense interconnectivity of people around the world.
Global Competency
Researchers have attempted to agree on a universal meaning for the term global
competency and who is globally competent in order to focus on the principle of global
learning environment and their issues (Bennett, 1993; Carano, 2010; Hett,1993; Hunter,
2004; Olson & Kroeger, 2001; Mansilla & Jackson, 2011; Merriam & Associates, 2007;
Reimers, 2009; Asian Society Center for Global Education/OECD, 2003; UNESCO,
1998; Wallenberg-Lerner, 2013; Winn, 2003). According to the Asian Society Center for
Global Education/OECD (2018), over the years, many educators, scholars,
governmental entities, and advocacy groups have presented a variety of different
definitions of global competence. In continue, Global Education/OECD (2018), these

15

definitions have covered various concepts such as “intercultural education, global
citizenship education 21st century skills, deeper learning and social and emotional
learning” (p. 12). Wallenberg-Lerner (2013) stated “Global competencies, with
differences in terminology by various researchers, had been frequently investigated,
primarily from an American-biased perspective” (p. vii). According to Lapointe (1994),
“Once a definition (of global competence) has been agreed upon, experts will have to
decide what the components of the definition are so that they can then be measured” (p.
275). As one of the results of not having a universal definition for global competency,
measuring this concept became challenging for scholars. Klemp (1979) stated,
“Competence can be measured. But its measurement depends first on its definition” (p.
41).
Deardorff (2006) categorized the global competence development process in four
stages “(a) recognition of global systems and their interconnectedness (including
openness to other cultures, values, and attitudes), (b) intercultural skills and
experiences, (c) general knowledge of history and world events, and (d) detailed areas
studies specialization (i.e., language)” (p. 256). West (2012) defines global competency
as
a set of knowledge of other world regions, cultures, and international issues;
skills in communication in languages other than English while working in global or
cross-cultural environments; the ability to use information from different sources
around the world; and modeling the values and perspectives of respect and
concern for other cultures, peoples, and global realities. (p. 1)
According to Merriam and Muhammad (2000), global competency means “responsibility
and a means of giving back to their communities” (p. 60).
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The concept of global competency was brought to the forefront of many
individuals’ attention in mid-1950s. World War II was the major event where the
American people were introduced to other cultures through television for the first time
(Wallenberg-Lerner, 2013). According to Sampson and Smith (1957), it was crucial to
note that an individual could be interested in international affairs, but not be sensitive to
the needs of people in other cultures. Sampson and Smith (1957) also stated “We
identify as highly world-minded the individual who favors a world-view of the problems
of humanity, whose primary reference group is mankind, rather than Americans,
English, Chinese, etc.” (p. 99). Bennett’s Developmental Model of Intercultural
Sensitivity (1986, 1993, 2004, 2013) identified a series of developmental stages
individuals go through to become interculturally sensitive. Although this model focused
on intercultural competency, it has been used in various studies related to global
competency (Chen & Starosta, 2000; Olson and Kroeger, 2001; Wallenberg-Lerner,
2013).
According to Hunter et al. (2006), global competency is “having an open mind
while actively seeking to understand cultural norms and expectations of others,
leveraging this gained knowledge to interact, communicate and work effectively outside
of one’s environment” (p. 270). Hunter et al. (2006) defined global competency as the
ability to apply the learning to productivity and capability in global society, which are the
result of thoughts and deeds. The Programme for International Student Assessment
(PISA) (2018) defined global competence as
Global competence is the capacity to examine local, global, and intercultural
issues; to understand and appreciate perspectives and worldview of others; to
engage in open, appropriate, and effective interactions with people from different
cultures; and to act for collective well-being and sustainable development.
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Global competence is multi faceted and includes cognitive development,
socioemotional skills, and civic learning. It has four overlapping dimensions that
students will need to develop to interact successfully with people face-to-face as
well as virtually in their communities and in other regions and nationals. Skills in
these dimensions are also needed to examine and work toward the resolution of
issues with local and global significance. (p. 5)
Instructional approaches for global competence, which the Asia Society Center
for Global Education/OECD (2018) introduced, include the following:
Structured debates in which teams of students defend opposing positions on
global issues provide students an opportunity to delve deeply into a topic and
also practice their communication skills.
Organized discussions help students learn to express their perspectives, back
up their opinions with evidence, listen for understanding, and be willing to change
their minds when confronted with new information.
Current events discussions allow students to find out what is happening
around the globe and in their local communities, and how those events connect
to what they are learning in the classroom.
Project-based learning enables students to work in groups on an authentic
project that professionals undertake in the world beyond school, requiring
students to plan and communicate respectfully, consider the perspectives of
others, manage conflict, and be adaptable.
Service learning involves students participating in, and reflecting upon, an
organized activity to benefit their communities, in order to deepen their
knowledge of a topic or perspective they have learned about in the classroom.
The fundamental changes required in education to develop young people who
are globally competent are more likely to become integral to everything that
schools do if global competence is an explicit priority of entire systems of
education across a community, a state, a nation, or a regions. Such changes will
shape the design of the curriculum as well as the pedagogical approach. (p. 6)
According to Oxfam (2008), being globally engaged requires three significant
competencies: appropriate knowledge and understandings, essential skills and a set of
values, and attitudes that foster a sense of global-mindedness. According to Hunter
(2004), the definition of global competence required an open mind, which is capable of
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identifying expectations of others along with understanding of cultural norms and
applying this new knowledge to work with the rest of the world. The American Council
on International Intercultural Education (ACIIE) and the Stanley Foundation (1996)
defined a globally competent learner as:
one who is able to understand the interconnectedness of peoples and systems,
to have a general knowledge of history and world events, to accept and cope
with the existence of different cultural values and attitudes and, indeed, to
celebrate the richness and benefits of this diversity. (p. 4)
Educators and scholars in the field of global competency have agreed the
foundation of global competency needs to be taught to students in early stages (K-12).
According to PISA (2018), “Fostering students’ global competence is an accessible
practice possibility that is not beyond the reach of the average teacher” (p. 6). In 2002,
the 47-nation Council of Europe approved the Maastricht Global Education Declaration,
a framework for global education designed to “open people’s eyes and minds to the
realities of the world and awaken them to bring about a world of greater justice, equity,
and human rights for all” (p. 2). The declaration states that “Global Education is
understood to encompass Development Education, Human Rights Education,
Education for Sustainability, Education for Peace and Conflict Prevention and
Intercultural Education; being the global dimensions of Education for Citizenship” (p. 2).
Olson and Kroeger (2001) defined global encompassing as “a global competent person
who has enough substantive knowledge, perceptual understanding, and intercultural
communication skills to effectively interact in our globally interdependent world” (p. 117).
Zapalska et al. (2013) stated many global challenges the world is facing,
including global warming, ethnic and religious conflicts, and shifting economies are not
one person’s or one country’s problem. According to Hahn (1984),
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Like it or not, each of us riding on this planet is affected by one another’s
decisions and actions. We share a common destiny and, to an increasing extent,
we share a common culture. Although most of us don’t realize it, we are
participants in a global society. (p. 297)
The Asian Society Center for Global Education/OECD (2018) argued the
importance of preparing students for being globally competent,
Inexorable economic, cultural, technological, environmental, and political forces
are effecting every society on earth and making nations and peoples more
interdependent than ever before. Responding effectively to this forces,
lessening their damage or harnessing them for good, will require creative
multinational solutions to be negotiated and carried out by individuals who can
and do participate simultaneously in local, national, and global civic life. Put
simply, if individuals and their communities are to thrive in the future, schools
must prepare today’s students to be globally competent. (p. 5)
Chickering and Braskamp (2009) stated one of the major global problems faced
by university students is a lack of preparation they receive regarding global challenges
they are encountering both as citizens and professionals. Schattle (2008) in the Global
Citizenship model, argued that awareness is not only about one’s self, but also
awareness of the outside world, awareness of interdependence, and awareness of
interconnectedness with the rest of the world. In recent years, the urge to emphasize
global competency-based courses and programs in higher education has been
increased. According to the Asia Society Center for Global Education (2018),
Nations, foundations, scholars, international organizations, and educators around
the globe are already working to develop students’ knowledge, skills, attitudes,
and values that are the components of global competence. Global competence
can be developed through discrete courses, such as those on poverty and its
causes or the science of climate change. More commonly however, educators
integrate global education across the curriculum, using crosscutting themes that
are explored in each of the subject areas or by transforming existing lessons to
include global perspectives and address global issues. (p. 6)
Mansilla (2018) in principal investigator of Harvard University’s Project Zero and
one of the experts who developed the PISA framework, stated that in order to help
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students become more globally competent, there is no need to add new subjects to the
curriculum. She also emphasized the importance of developing the habitual orientation
in students to think about how whatever they are learning is affecting them, their local
community, and the globe. The importance of global competency has become one of
the core requirements for higher education institutions. According to the Asia Society
Center for Global Education/OECD (2018),
Global competence is necessary for employability in the global economy.
When today’s students enter the world of work, they will be working with the
world itself.
Global competence is necessary for living cooperatively in multicultural
communities. Today’s students are growing up in communities that are
becoming much more diverse due to unprecedented global migration.
Global competence is necessary for young people to communicate and
learn effectively and responsibly with old and new media. It is possible for
anyone with a smartphone or Internet access to communicate instantly and
inexpensively with anyone similarly equipped anywhere in the world. (p. 10)
The Asia Society (2005) presented a model, which defined four domains for
global competency. See Figure 1 for a copy of the model. They use four colors
symbolizing each domain. The first domain, which the color blue represents, is
Investigating the World. This domain focuses on how students investigate the world
beyond their immediate environment, this represented by the image of a magnifying
glass, which characterizes a detailed-oriented mindset. The second domain is the
orange area, which introduces Recognized Perspective, which explains how students
recognize their own and others’ perspective. This domain is represented by the shuffle
symbol (two arrows interconnecting), which indicates sharing a transparent background.
The green domain elaborates Communicate Ideas in which students share their ideas
effectively with a diverse group. For this domain, the light bulb indicates the ability to
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grasp knowledge and different ideas. The last domain in this model is the purple
quarter, which represents Take Action. In this domain, students are encouraged to
translate their ideas into appropriate actions to improve conditions of the world. This
domain is symbolized by a wheel, which indicates movements based on ideas.
The PISA framework of global competence is a combination of four dimensions.
In this model, knowledge, skills, attitudes, and visuals surround the four dimensions,
which are represented by the four colors. See Figure 2 for the Global Competence
PISA Framework model. The color orange represents skills, which explain the crucial
role of examining local, global, and intercultural issues. The color green elaborates
understanding and appreciating the perspectives and worldviews of others. Visual,
which is represented by blue, emphasizes engagement in open, appropriate, and
effective interaction across cultures. And finally, skills, which is purple, focuses on the
importance of taking action for collective well-being and sustainable development.
Global Perspective
Friedman (2005) argued the definition of global perspective varies among
scholars. Purdy (2003) believed the overall worldview has influenced the definition of
global perspectives. Cognitive, affective, and behavioral skills are a few factors, which
have been discussed in defining the concept of global perspective (Awaida-Nachabe,
2017; Bennett, 2004; Deardorff, 2004; Wallenberg-Lerner, 2013).
According to Hanvey (1982), the importance of promoting the necessity for
educators to advocate for the development of the planet itself, as well as cultural
awareness, is essential to increase students’ knowledge regarding others and global
interdependencies of others, which will lead to the development of a global perspective.
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Reimers (2009) argued global competence is a principle since it prepares students to
“understand the nature of shared planetary challenges” (p. A29).

Figure 1 Four Domains of Global Competence

Note. Asia Society (2005)
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Figure 2 Global Competence as Defined in the PISA Framework

Note. OECD (2008).

According to Hicks (2003), “A variety of terms are used by educators to name
this concern—that global matters need to be explored appropriately in the curriculum—
these include global education, development education, global citizenship, global
perspectives, global dimension” (p. 265). He continued “What we want students to
achieve as a result of having global dimensions in the curriculum, the plural
[dimensions] refers to the fact that there are different cultural and political perspectives
on global matters” (p. 274).
According to Hersey (2012), “When considering the development of a global
perspective of education, school leaders may find some assistance through participation
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in international, educational programs that espouse the importance of concepts such as
international-mindedness, shared humanity and service to others” (p. 30). To continue
she stated
Non-governmental organizations (NGO) such as the International Baccalaureate
(IB) have developed frameworks for programs that offer an “education that is
international” which emphasizes a view of education that is based on the broader
understandings of culture, the ethics of responsibility and various 31 approaches
to international education. (p. 30)
Global Mindset
According to Hett (1993), “worldview is what one sees oneself as interconnected
to the world community and feels a sense of responsibility for its members which is
reflected in attitudes, beliefs, and behaviors” (p.143). She identified five dimensions of
global-mindedness:
1. Cultural Pluralism: An appreciation of the diversity of cultures in the world and
a belief that all have something of value to offer. This is accomplished by taking
pleasure in exploring and trying to understand other cultural frameworks.
2. Efficacy: A belief that an individual’s actions can make a difference and that
involvement in national and international issues is important.
3. Global centrism: Thinking in terms of what is good for the global community,
not just what will benefit one’s own country. A willingness to make judgments
based on global, not ethnocentric standards.
4. Interconnectedness: An awareness and appreciation of the interrelatedness of
all peoples and nations, which results in a sense of global belonging or kinship
with the human family.
5. Responsibility: A deep personal concern for people in all parts of the world,
which surfaces as a sense of moral responsibility to try and improve conditions in
some way. (p. 143)
Based on Hett’s (1993) Global-Mindedness Scale, there are 11 characteristics typically
describing people who are globally open minded. Some of these characteristics
included: female gender, significant international experience, participation in
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internationally oriented activities, having friends from other countries or cultures, and
having experience living outside of the United States for nine weeks or more.
Duckworth et al. (2005) identified the terms international-mindedness and globalmindedness synonymously. According to Hersey (2012) who, in a similar manner,
explains the
lack of clarity or distinction between the two concepts . . . which identifies the use
of the pre-fix ‘international’ as presuming an emphasis on the relationships
between nations, rather than those based on a global perspective which
demonstrates an awareness of the interrelatedness of all peoples. (p. 112)
The involvement in international-based programs in higher education results in
increased global-mindedness (Gillian, 1995; Hett, 1993; Smith, 2008). According to
Haywood (2007), use of dimension-based orientation of international-mindedness
suggesting flexibility of accepting different perspectives. Haywood (2007) suggested, in
considering the following, flexibility for achieving international-mindedness:
•
•
•
•
•

curiosity and interest in the world around us, based on knowledge of the earth
and its human and physical geography;
open attitudes towards other ways of life and a predisposition for tolerance as it
relates to other cultures and belief systems;
knowledge and understanding of the scientific basis that identifies the earth’s
environment as a common entity of value to everyone ;
recognition of the interconnectedness of human affairs;
human values that combine respect for other ways of life with care and concern
for the welfare and well-being of people in general. (p. 86)

Culture
According to Wallenberg-Lerner (2013), “In the mid-200s, Baldwin, Faulkner,
Hecht, and Lindsley (2006) collected over 300 multi-disciplinary definitions for the term
culture” (p. 47). Kroeber and Kluckhohn (1952) categorized the definition of culture in
160 different categories. Winn (2003) stated that one’s culture is development of the
sense of global connectedness. Culler (1999) defined culture as “on the one hand, the
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system of categories and assumptions that makes possible the activities and
productions of a society and, on the other hand, the products themselves, so the reach
of culture studies is vast” (p. 337). Giddens (1990) defined culture as a fundamental
aspect of globalization. Hofstede (1984) stated that most important feature of culture is
societal values. According to Huntington (2011), “People find themselves in terms of
ancestry, religion, language, history, values, customs, and institutions. They identify
with cultural groups: tribes, history, ethnic groups, religious communities, nations, and,
at the broadest level, civilizations” (p. 21). Braudel (1963) argued, “culture involves
values, norms, institutions, and modes of thinking to which successive generations in a
given society have attached primary importance” (p. 181). According to Cushman et al.
(1998),
The term culture . . . denotes two very different but related things . . . [it] refers to
a conceptual reality, to specific ways of thinking, and to core values for orienting
one perceptually to the world. Participation in this conceptual reality provides
one with a worldview and a sense of group belonging. (p. 55)
Fontaine (1998) argued that culture is representative of shared perceptions. He
stated, “What distinguishes a ‘cultural’ difference from an ‘individual’ difference is the
degree to which we believe that our perceptions are shared by others” (p. 23). Merriam
and Associates (2007) defined culture as a “shared behavior and symbolic meaning
system of a group of people” (p. 7). Wallenberg-Lerner (2013) argued culture as a
“particular set of socially learned skills, ways of understanding, and modes of feeling
shared by relatively large number of individuals who share commonalities related to
ethnicities, skills, attitudes, knowledge, heritage, language, and religion” (p. 50).
Huntington (2011) argued, “we know who we are only when we know who we are not
and often only when we know whom we are against” (p. 21). Bhawuk and Brislen
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(1992) stated,
to be effective in another culture, people must be interested in other cultures, be
sensitive enough to notice cultural differences, and then also be willing to modify
their behavior as an indication of respect for the people of other cultures. (p. 416)
Okayama et al. (2001) reinforced Bhawuk et al.’s belief that
the foundational importance of attitude by stating that what may be most
important is . . . to maintain culturally competent attitudes as we continue to
attain new knowledge and skills while building new relationships. Awareness, the
valuing of all cultures, and a willingness to make changes are underlying
attitudes that support everything that can be taught or learned. (p. 97)
One of the main characteristics, which is shared in the definitions of culture, is
the common understanding of beliefs, values, symbols, norms, practices, behavioral
patterns, identities, and motives, which are transmitted between generations (Becker &
Geer, 1957; Kroeber Duckhohn, 1952).
Intercultural Competence
Scholars for the past 30 years have defined intercultural competence in its
various iterations, but there has not been agreement on how intercultural competence
should be defined (Baxter Magolda, 2000; Beebe et al., 1999; Bennett, 1993; Bradford,
et al., 2000; Byram, 1997; Cavusgil, 1993; Chen, 1987; Chen & Starosta,1996; Collier,
1989; Dinges, 1983; Dinniman & Holzner, 1988; Deardorff, 2004; English, 1998; Fantini,
2000; Fennes & Hapgood, 1997; Hanvey, 1982; Hess, 1994; Kealey, 2003; Kim, 1992;
Koester & Olebe, 1989; Kohls, 1996; Kuada, 2004; La Brack, 1993; Lambert, 1994;
Lustig & Koester, 2003; Miyahara, 1992; Paige, 1993; Pedersen, 1994; Pusch, 1994;
Rosen et al., 2000; Ruben, 1976; Samovar & Porter, 2001; Satterlee, 1999; Spitzberg,
1989; Stewart & Bennett, 1991; Storti, 1997; Tucker, 2001; Wiseman, 2001; Yum, 1994;
Zhong, 1998). According to QEP (2015), “Intercultural learning emphasizes the
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knowledge and skills necessary to understand cultural differences, regardless of
national boundaries” (p. 21). This definition was inspired by Deardorff’s (2004), Pyramid
Model of Intercultural Competence in which she stated “Intercultural competence also
involves the development of one's skills and attitudes in successfully interacting with
persons of diverse backgrounds” (p. 259). Hunter (2004) indicates that intercultural
competence is a significant part of global competence.
According to Deardorff (2004), “Intercultural competence is a complex construct
that involves more than one component” (p. 259). She identified two areas that
encompass the definition of intercultural competence: a) general components of
intercultural competence such as empathy, flexibility, cross-cultural awareness, and
managing stress; and b) other elements such as technical skills, foreign language
proficiency, and situational factors. Lambert (1994) categorized intercultural
competence into five components “World knowledge, foreign language proficiency,
cultural empathy, approval of foreign people and cultures, ability to practice one’s
profession in an international setting” (p. 230). According to Byram (1997), “Knowledge
of others; knowledge of self; skills to interpret and relate; skills to discover and/or to
interact; valuing others’ values, beliefs, and behaviors; and relativizing one’s self.
Linguistic competence plays a key role” (p. 34). Deardorff (2004) in her intercultural
competence model stated cultural self-awareness is deep understanding and
knowledge of culture (including context, role, and impact of culture and others’ world
views); culture-specific information; and sociolinguistic awareness.
In the field of social science, the element of values is highly acknowledged in
defining the concept of intercultural competence (Awaida-Nachabe, 2017; Bennett,
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2011; Hofstede, 2011; Schwartz, 1992; Welzel et al., 2003). Bennett (2004) argued
communication that relies on behavior is partially playing a role in developing
intercultural competence. He also stated that developing intercultural competence
without thought and emotions cannot occur.
The United Nations Sustainable Development Goals
The United Nations (UN) defined the Sustainable Development Goals (SDGS) as
“the world’s shared plan to end extreme poverty, reduce inequality, and protect the
planet by 2030” (Paragraph 2). According to the UN (2015) these goals were,

Adopted by 193 countries in 2015, the SDGs emerged from the most inclusive
and comprehensive negotiations in UN history and have inspired people from
across sectors, geographies, and cultures. Achieving the goals by 2030 will
require heroic and imaginative effort, determination to learn about what works,
and agility to adapt to new information and changing trends. (Paragraph 2)
The 17 identified goals are: 1. No Poverty; 2. Zero Hunger; 3. Good Health and
Well-Being; 4. Quality Education; 5. Gender Equality; 6. Clean Water and Sanitation; 7.
Affordable and Clean Energy; 8. Decent Work and Economic Growth; 9. Industry,
Innovation, and Infrastructure; 10. Reduced Inequality; 11. Sustainable Cities and
Communities; 12. Responsible Consumption and Production; 13. Climate Action; 14.
Life Below Water; 15. Life on Land; 16. Peace, Justice, and Strong Institution; and 17.
Partnership for the Goals.
According to the UN, “since the global launch of the SDGs in 2015, American
communities have been at the forefront of developing innovative and meaningful action
to advance progress” (n.d.). The UN Foundation and Center for Sustainable
Development at the Brookings Institution are working with partners to raise awareness
for the importance of taking action on the SDGs in new communities across the United
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States. In order to make all Americans achieve all sustainable development goals an
accessible practice, the UN Foundation and Center for Sustainable Development Goals
(2015) set four objectives,
•

Coalition-building and Partnerships: Build and connect a coalition of local,
multi-stakeholder SDG networks centered in U.S. communities.

•

Knowledge-sharing, Research and Analysis: Foster connection and learning
within and between communities and pursue research exploring new
approaches, best practices, and policy innovations.

•

Communications: Serve as a resource on SDG efforts in the U.S. and elevate
local innovation and action.

•

Policy Action: Coordinate and support new commitments, learning, and policy
efforts.

Global Citizens Project
The Global Citizens Project (GCP) is a USF initiative that develops, promotes,
and supports global curricular and non-curricular programs. It introduces and
emphasizes knowledge and skills, which can help students navigate an interconnected
world. As shown in Figure 3, the GCP has three primary global programs: Global
Citizen Award (GCA), Operation: Global Action (OGA), and Global Curriculum (GC).
Global Competency Test
The Global Competency Test (GCT) was developed to measure the impact of the
Global Citizens Project (GCP) program on student learning in 2015. It was developed
at University of South Florida, in Undergraduate Studies under the guidance of the
Quality Enhancement Program.
According to Smith (2005), in order to measure global competency, it is essential
to have a clear definition of global competency. The GCT model of global competency
attempts to identify a clear definition by focusing on how an individual relates to global
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issues. According to McCollaum et al. (2020), it is crucial to identify the nature of the
relationship of the person and the global issue in the GCT assessment.

The Global Citizens Project

Figure 3 The Global Citizens Project Programs

Global Citizen
Award (GCA)

Students attend global events,
participate in high impact
practices, and reflect on their
experiences.

Operation: Global
Action (OGA)

Students participate in a oneweek cross-disciplinary
experience focused on global
issues.

Global Curriculum
(GC)

Course certification workshops
where GCP student learning
objectives are incorporated into a
syllabus.

Note. Permission to use given by GCP office (2021).

Based on the GCT model of global competency the person brings knowledge,
analysis, and synthesis when they face a global issue. The global issue itself consists of
different competency-related layers. Knowledge refers to identification of the issue, which
includes the, fact and figures regarding global concerns. Analysis focuses on the ability
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to recognize the systematic relations surrounding the global concern. Synthesis focuses
on the leverage point, feasibility, impact, and sustainability of proposed solutions.
As presented in Figure 4, the successful interaction between a person and a global
issue represents the definition of global competency. Based on this model, the person
acknowledges the issue within a specific context and uses details including the facts and
figures to address the issue. On the second tier, the person determines different aspects
of the issue and how they are related. Lastly the person uses synthesize, because the
issue needs sustainable solutions, which are beneficial for both individuals and the planet.
Based on this model, the issues are a mix of the planet, the people, and prosperity. In
order to find a sustainable solution for the issues, a balance needs to be maintained
between the three. On the global issue side, there are three levels that are defined by
this model. Level one focuses on manifestation for real change based on facts and
figures. Level two emphasizes systems and patterns around the issue and around the
factors, which are causing a particular issue. The third level is based on what has been
diagnosed in the first two levels and identifies the most sustainable solution for real
change. The GCT model of Global Competency combines interconnectedness, systems
thinking, and sustainability to establish a framework for respecting knowledge, analysis,
and synthesis as global skills. GCP defined global competency as the successful
interaction between a person and a global issue. In this model, the person is an
individual who is knowledgeable and skillful who can apply the knowledge and skill to
understand a global issue in detail and look for relationships and ramifications.
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Figure 4 GCP Model of Global Competency

Note. Reprinted with permission of GCP office.

According to GCP model, knowledge means context and details, which lead to
interconnectedness between the person and the global issue. Analysis means
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determining aspects and relationships, which requires systems-thinking. In this model,
systems-thinking is represented by the tip of the iceberg, which includes how a global
issue started, its growth, and its effect on individual lives on a large scale. Finding the
roots of the global issue allows persons to seek solution(s) based on available resources.
Based on GCP model of global competency, synthesis means solutions to the global
issues need to consider the balance between people, planet, and prosperity. In other
word, the solution to global an issue needs to be sustainable. Global issues contain three
levels: level 1: what is manifested for real change which is followed by events, which, in
this model, means facts and figures; level 2: what made the event possible, which is
followed by a system and patterns that emphasize systems in place that result in patterns;
and level 3: what the base cause of the issue is, followed by a mindset in which values
and thinking result in the identification of global issue.
Development of the Instrument
According to McCollaum et al., (2020), the GCT adopted themes and examples of
global issues from the United Nations Sustainable Development Goals (UN SDGs). The
UN Sustainable Development Goals were designed and organized by 193 countries in
2015 at the UN Sustainable Development Summit. In this Summit, 17 goals and 169
targets were set for achievement by 2030. Using the SDGs as part of the GCT brings
awareness and support to the goals, targets, and timelines, which were set by the UN.
GCT incorporates six anchor items based on UN SDGs initiatives, educating students on
their background and their importance. Each part of the GCT is presented by videos and
infographs regarding global issues, which were approved by the GCP team. These
videos contain important information for students to answer the questions. Each video
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needed to be less than six minutes. These short videos were selected carefully to be
informative on the specific topic without being exhausting (B. McCollaum, personal
communication, April 05, 2021). All of the videos followed the same basic dynamics: the
topic is introduced, the issues are defined and contextualized, details regarding to the
issues are well presented, the issue is summarized, and students are encouraged to
take action. The GCT’s goal determines the impact on students’ learning. Part of the
research design is to identify the impact of the using pre/postassessment model.
Once the assessment framework was completed, 10 faculty and administrative
staff from different disciplines in the University of South Florida were recruited for
development of three initial modules of the GCT based on the content identified and
defined by the UN. According to McCollaum et al. (2020), the GCT test questions were
developed during five assessment development workshops. After recruiting the faculty
and administrative staff, the GCP sent an assessment development information packet
that provided test developers with the purpose, framework, and template of the GCT. On
the first day of test development, an assessment workshop was held in order to train the
developers in measurement. Each GCT module was revised by three different teams of
test developers. In these workshops, the developers chose the main topics, the content,
and related examples. Once these were completed, the group of experts wrote the test
items. The assessment teams worked on their assessments over the next four
workshops.
Through the development of the test, the experts were provided with an
extensive assessment package for two major reasons: everyone would become familiar
with the GCP programs and the student learning outcomes would be identified. In other
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words, everyone would understand the practice of the assessment. According to
numerous authors (Campbell, 1997; Campbell & Yeung, 1991; Matejka et al., 1993;
Mullane, 2002; Rigby, 1994), the strength of a program is defined by the unity of its
vision and purpose. According to McCollaum et al. (2020),
The items/tasks were to be developed directly from our behavioral indicators,
which are the same behavioral indicators for the programs. Secondly, the
assessment writers came from many disciplines, but none of them were
assessment experts. Assessment is a very specialized discipline with particular
theories, assumptions, and methods. We wanted the faculty and administration
who developed the GCT to understand the particular factors that go into an
assessment-like [sic] item difficulty and discrimination so as they could write
appropriate items for the purposes of the assessment. (p. 8)
Development of the GCT
In order to guide development for items that exclusively test knowledge, analysis,
or synthesis, certain task parameters were set in accordance with the model of Global
Competency (Figure 4). Test items measuring analysis focus on determining the
relationships between the various people, organizations, systems, and places that are
important to understanding what supports and sustains the issues. Test items
measuring synthesis focus on determining the consequences of planned actions to find
a solution to the global issues.
The GCT is a selected response assessment. Knowledge items with their focus
on recall and recognition lend themselves to selected response, where potential
responses are provided for individuals who are taking the assessment and they select
the correct response(s).
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Development of the GCT: GCT Pilots. Two pilot tests were conducted on

the GCT test forms. The first pilot test recruited 213 GCA students to take the
assessments. These students were also invited to participate in a focus group
after successfully taking the test. This focus group consisted of four students for
three hours going through each question to determine if the students understood
each question (B. McCollaum, personal communication, April 5, 2021). The
second pilot test recruited 2393 students from the general undergraduate
population, which included Global Citizen Award (GCA) students and Non-GCA
students.
Instruments for Both Pilots. The three modules were developed for the GCT
included Policy and Impact, Information Age, and Values and Policy. All informational
media were developed through the GCP by operating through PowToons. According to
McCollaum et al. (2020), the duration of for each GCT version is approximately 30
minutes. Each form is delivered electronically through Qualtrics. Every GCT module
has its individual page link that takes test takers to the assessment. Students can have
access to the GCT modules as long as they have Internet access. Higher total scores
are interpreted as having more Global Competency than lower scores.
McCollaum et al. (2020) believe, even though the GCT has items specifically
designed to measure knowledge, analysis, and synthesis, the performance on the GCT
is unidimensional. Based on Law et al. (1998), the authors believe students do not
employ knowledge, analysis, and synthesis separately when taking the GCT, but rather
those separate traits become interdependent in application. GCT provided evidence of
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unidimensionality after the second pilot test since the first pilot test had a small sample
size.
Evaluating the GCT Forms: Pilot One. For analyzing the data of the three
current assessments of the Global Competency Test (GCT), a primary analysis was
conducted. Under the GCT assessment design, according to McCollaum et al. (2020),
students with higher scores on the GCT have higher global competency.
Evaluating the GCT Forms: Participants. The three forms of the GCT were
piloted to N = 213 GCA participants. The numbers of test takers for each form were
different. The sample sizes for the first pilot were Policy and Impact n = 85, Information
Age n = 64, and Values and Policy n = 64. The original forms of the GCT collected
information regarding year in college and GCP program data.
Evaluating the GCT Forms: Analyses. According to McCollaum et al. (2020),
judging the psychometric properties of the GCT used Classical Test Theory (CTT)
analyses. The authors stated the reason the CTT analysis was used was because of
the relatively small sample sizes for each module. According to Hambleton (1989), in
order to perform Item Response Theory (IRT) analyses, large samples are required to
establish stable estimates of item difficulty. The GCT does not have the capacity to
perform large-scale assessment trials necessary for IRT estimation.
According to McCollaum et al. (2020), unidimensionality was not empirically
established during the first pilot. However, some measures of test form and test item
quality were felt necessary to provide some insight into initial performance. Therefore,
the CTT results are to be interpreted with caution and viewed as only tentative
estimations. The Cronbach’s alpha statistic was most valuable in relation to single-
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construct scales and less informative when reported for instruments measuring several
constructs at once. According to Green et al. (1977), internal consistency refers to the
degree of interrelatedness between the items whereas homogeneity refers to the
unidimensionality of a set of items. Internal consistency is a necessary, but not
sufficient, condition for homogeneity.
Based on Traub’s (1997), item and test difficulty characters, the GCT
assessment was also examined in regards to item and test difficulty. In order for an
item to be able to separate test takers by ability, it should not be too easy or too difficult.
For the GCT, item difficulties between .2 and .8 are considered acceptable. Any items
that fell outside of that range were examined and revised.
Lastly, item analysis considered point-biserial correlations (Traub, 1997) as an
important assessment measure. Point-biserial correlations represent how well the items
correlate with the final score. A low point-biserial correlation implies that students with
low scores tend to get the item correct, while those with high scores tend to get the item
wrong. This is opposite of what items should be doing. Items with less than .2 item
difficulty were examined and revised.
Evaluating the GCT Forms: Discussion Pilot One. According to McCollaum et
al. (2020), the initial pilot provided much evidence to identify poorly performing items.
Items with p values greater than .80 and less than .20 were flagged for further
examination. Items with a point-biserial correlation of below .20 were also flagged for
further examination, particularly when an item had a negative point-biserial correlation.
Items that were flagged under both conditions were given top priority for examination.
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McCollaum et al. (2020) stated that a distractor analysis was performed on all
poorly performing items. They explained that the GCT uses multiple choice items,
which were scored dichotomously; however, it is generally believed that distractors, or
incorrect response options, play an important role in determining the quality of multiple
choice items and providing diagnostic information about test performance. McCallaum
et al. (2020) claimed ideally, the answer should be selected 50% of the time and the
other 50% is evenly spread over the distractors. Items with p values over .9 strongly did
not conform to the ideal distribution. The focus was on distractors that had received no
selection in the pilot. In these cases, the wording of the question and distractors were
altered in order to make the answer less obvious. Item 12 in Values and Policy had a p
value of 1 which means every single test taker got that item correct. Items like this
provide no measurement information and this item was discarded and rewritten. As the
sample for the first pilot test was small, removal or revision of most items at the time
was not possible. Only Item 12 was removed and replaced, as it was an extremely
poorly functioning item as opposed to the others, which were put on a watch list. A
much larger pilot would gave a better idea of item performance for the questionable
items from the first pilot.
Evaluating the GCT Forms: Pilot Two Results. According to McCollaum et al.
(2020), after completion of revisions, the three forms of the GCT were piloted a second
time to a much larger sample.
The sample size for the second pilot test were Policy and Impact n = 1060, Information
Age n = 700, and Values and Policy n = 635.
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Summary
Defining global competency has become a major challenge for scholars to agree
on a universal definition. In order to measure global competency in students, it is
essential to define this concept effectively. This research focused on value of the global
competency-based modules rather than concentrating on differentiating the terminology
around global competency.
Different terminology and studying different models on developing global
competency have been the foundation of numerous studies. The goal of the GCT
modules was to address the importance of bringing awareness regarding global issues,
which will lead to ability to understand global competency.

42

Chapter 3
Methods
The purpose of this study was to investigate the value of global competencybased program modules and undergraduate students’ perceptions of the UNSDGs, the
basis for the modules. Three modules were developed by the Global Citizens Project
(GCP) based on UN SDGs and were titled Policy and Impact, Information Age, and
Values and Policy. Each module included topic-related videos, which allowed students
to take the pre/postassessments upon completion of the module. The parts of this
chapter include the research design, population and sample, instrumentation, validity,
reliability, data collection, data analysis, and a summary.
Research Design
This study quantitatively examined data obtained from the Operation: Global
Action (OGA), which is part of the Undergraduate Studies, Global Citizens Project at
University of South Florida. According to Queirós et al. (2017),
Quantitative research focuses on objectivity and is especially appropriate when
there is the possibility of collecting quantifiable measures of variables and
inferences from samples of a population. Quantitative research adopts
structured procedures and formal instruments for data collection. The data are
collected objectively and systematically. Finally, the analysis of numerical data is
performed through statistical procedures. (p. 370)
Cozby and Bates (2015) stated the quantitative approach involves numbers in which
numerical data can be analyzed statistically.
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Part of the data entailed using a pre/postassessment design to measure change
scores. Also, part of the study investigated the perception of priorities of the United
Nations Sustainable Development Goals from the undergraduate students’ viewpoint.
Population and Sample
The population of this study included USF undergraduate students who
participated in the summer 2021 Academic and Cultural Engagement Program (ACE).
This program was designed to facilitate a purposeful transition from high school to
college for incoming freshmen in the realm of academics, social community building,
and campus engagement. The focus of this program was on individualized student
success and was designed to provide six credits of academic coursework applied to
their degrees. These credits earned within the ACE program can fulfill six of the nine
summer credit-hour requirements that are mandatory for all first-year students. In
addition, during the ACE program, students received opportunities to participate in
global learning experiences related to social, academic, leadership, and service
activities. During summer 2021, the ACE students participated in the one-week
Operation: Global Action program to meet their required global learning experience. At
the beginning of the ACE program in Summer 2021, students were asked to take all
three modules as their preassessment. Five weeks later at the end of the program, they
were asked to retake all three modules as their postassessment.
During Summer 2021, 261 students enrolled in ACE program. By the time they
started the one-week Operation: Global Action program, 236 students were actively
involved in the program and completed the 5-week collaborative program. The total
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number of respondents who completed at least one of the pre and postassessments for
of one of the three different GCT modules was 178.
Instrumentation
The Global Competency Test (GCT) is administered by the University of South
Florida, Undergraduate Studies Global Citizens Project. The GCT was developed
based on themes and examples of global issues from the United Nations (2015)
Sustainable Development Goals (SDGs). In three 3-hours workshops, subject, content,
and items for each test version were developed. The assessment specialist at GCP
developed the instrument based on decisions made during the workshops. Each
module of GCT takes approximately 30 minutes to complete and is delivered
electronically through Qualtrics, Version [June 2019]. The GCT is available on the
Global Citizens Project website. (USF GCP, CGT, n.d.)
The Global Competency Test (GCT) was developed to measure the impact of the
Global Citizens Project (GCP) program on student learning. The GCT consists of three
content modules with associated assessment items, primarily measuring cognitive
aspects of global competency as opposed to affective elements. The GCT modules
were based on three areas of sustainable goals as defined by the UN (2015). Each
preassessment and postassessment contained the same version of demographic
questions. The questions cover areas such as gender, race, and international status.
See Appendix B for a copy of the complete demographic form.
The assessment for each module includes 21 items with seven items dedicated
global knowledge, seven items for system-thinking analysis, and seven items for
sustainable synthesis solution.
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Each module has three main topics, which are held together by content,
examples, and assessment items. Each student took at least one of the three modules
with the attached assessment items. The Policy and Impact module consists of three
parts. Part 1 Food System and Food Waste assessment includes 9 items (3 global
knowledge, 3 system-thinking analysis, and 3 items sustainable synthesis solution).
Part 2, Animal and Agriculture assessment includes 6 items (2 global knowledge, 2
system-thinking analysis, and 2 sustainable synthesis solution). Part 3, the UN
sustainability items, which are identical for each of the three modules, is based on the
UN (2015) Sustainable Development Goals (see Appendix A). The Information Age
module consists of three parts. Part 1, Information Access assessment includes 9 items
(3 global knowledge, 3 system-thinking analysis, and 3 items sustainable synthesis
solution). Part 2, Information Literacy assessment includes 6 items (2 global
knowledge, 2 system-thinking analysis, and 2 sustainable synthesis solution). Part 3,
the UN sustainability items, is based on the UN (2015) Sustainable Development Goals
(see Appendix A). The Values and Policy module consists of three parts. Part 1, Paid
Maternity Leave assessment includes 9 items (3 global knowledge, 3 system-thinking
analysis, and 3 items sustainable synthesis solution). Part 2, Paid Vacation
assessment includes 6 items (2 global knowledge, 2 system-thinking analysis, and 2
sustainable synthesis solution). Part 3, the UN sustainability items, is based on the UN
(2015) Sustainable Development Goals (see Appendix A). After students completed at
least one of the three preassessments, they were asked to prioritize three out of 17 UN
Sustainable Development Goals by ranking them. See Appendix C for a copy of the UN
SDGs Rank Form.
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McCollaum et al. (2020) believed that the GCP belief is global issues are the
context in which global competencies are most relevant and it is important for test
takers to deal with actual global issues. The authors wrote the goal of this assessment
is to measure the cognitive side of the GCP’s model of global citizenship, which
includes the orientations of self-awareness, willingness, and practice.
These orientations are more restricted than the commonly is used terms of
knowledge, analysis, and synthesis. According to McCollaum et al. (2020), one of the
major limitations of the assessment is the inability to measure culturally neutral affective
constructs, so this instrument only assesses the cognitive side. See Table 1 for the
distribution of assessment items by module topics.
The Policy and Impact
The topic of first GCT version is The Policy and Impact: Food Systems and the
Environment. The Policy and Impact version module consists of demographic form (see
Appendix B), initial information, and three-part assessments. See Appendix D for the
copy of the Policy and Impact initial information, the infograph, and link to the video.
The initial information consists of general information about the purpose of the
assessment, the number of items, the approximate time to complete the test, the
infograph, and the video about Food Systems. Students need to study the infograph
and watch a video, which is related to the module topic.
Upon completion, students are able to answer 9 questions in Assessment Part 1.
See Appendix E for a copy of Policy and Impact assessment Part 1 items.
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Table 1
Distribution of Assessment Items by Module Topics
Policy and Impact module
Topic
Item
Part 1:
Food Systems
and Food Waste

Part 2:
Animal
Agriculture

Part 3:
UN Sustainable
Development
Goals

3 Knowledgea
3 Analysisa
3 Synthesisa

2 Knowledge
2 Analysis
2 Synthesis

2 Knowledge
2 Analysis
2 Synthesis

Information Age module
Topic
Item
Part 1:
Information
Access

Part 2:
Information
Literacy

Part 3:
UN Sustainable
Development
Goals

3 Knowledge
3 Analysis
3 Synthesis

Part 2:
2 Knowledge
2 Analysis
2 Synthesis

2 Knowledge
2 Analysis
2 Synthesis

Values and Policies module
Topic
Item
Part 1:
Paid Maternity
Leave

Part 2:
Paid Vacation

Part 3:
UN Sustainable
Development
Goals

3 Knowledge
3 Analysis
3 Synthesis

2 Knowledge
2 Analysis
2 Synthesis

2 Knowledge
2 Analysis
2 Synthesis

Note. Knowledge = a. Global Knowledge; Analysis = System-Thinking Analysis; Synthesis = Sustainable Synthesis
Solution
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These questions are divided into three groups, which measure global
knowledge (3 questions), system-thinking analysis (3 questions), and sustainable
synthesis solution (3 questions) related to the content of infograph and video (see
Appendix D). In assessment Part 2, students watch a video about sustainable
agriculture. See Appendix F for the Policy and Impact for the link to the video and
assessment Part 2 items. In this part of the assessment, students answer six
questions, which measure global knowledge (2 questions), system-thinking analysis (2
questions), and sustainable synthesis solution (2 questions). In Part 3, students watch
a video about UN Sustainable Development Goals, which is followed by six questions,
which measuring global knowledge (2 questions), system-thinking analysis (2
questions), and sustainable synthesis solution (2 questions). See Appendix G for the
link for all three modules for the UN Sustainability items and the related video. At the
end of the assessment, a feedback form and additional resources are provided.
The Information Age
The topic of the second GCT module is The Information Age: Information Access
and Information Literacy. This module consists of the demographic form (Appendix B),
a video about literacy and limited Internet access, and a 3-part assessment. See
Appendix H for the Information Age video link. Students need to watch the video, which
is related to the topic. Upon completion, students are able to answer 9 questions in
assessment Part 1. See Appendix I for a copy of Information Age assessment Part 1
items. These questions are divided into three groups, which measure global knowledge
(3 questions), system-thinking analysis (3 questions), and sustainable synthesis solution
(3 questions) related to the content of video. In assessment Part 2, students watch a
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video about Credible versus Not Credible. See Appendix J Information Age: Credible
versus Not Credible for the link to the video. In this part, students answer six questions,
which measuring global knowledge (2 questions), system-thinking analysis (2
questions), and sustainable synthesis solution (2 questions). See Appendix K for a
copy of assessment Part 2 items. In Part 3, students watch a video about UN
Sustainable Development Goals (Appendix G), which is followed by six questions
measuring global knowledge (two questions), system-thinking analysis (2 questions),
and sustainable synthesis solution (2 questions). At the end of the assessment there is
feedback form and additional resources. See Appendix L for a copy of the feedback
form and a thank you note.
Values and Policy
The topic of the third GCT module is Values and Policy: Paid Maternity Leave
and Vacation. This module consists of the demographic form (Appendix B), a video
about Paid Maternity Leave, and the 3-part assessment. See Appendix M for a link to
the Values and Policy video. Students need to watch the video, which is related to the
topic. Upon completion, students answer 9 questions in assessment Part 1. See
Appendix N for a copy of the Values and Policy assessment Part 1 items. These
questions are divided into three groups, which measure global knowledge (3 questions),
system-thinking analysis (3 questions), and sustainable synthesis solution (3 questions).
In assessment Part 2, students watch the video again. (Appendix M). This is the only
module where the same video is watched for both parts of the assessment. In this part,
students answer six questions, which measure global knowledge (2 questions), systemthinking analysis (2 questions), and sustainable synthesis solution (2 questions). See
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Appendix O for a copy of the assessment Part 2 items. In Part 3, students watch a
video about UN Sustainable Development Goals (Appendix G), which is followed by six
questions measuring global knowledge (two questions), system-thinking analysis (2
questions), and sustainable synthesis solution (2 questions).
At the end of their last postassessment, students were asked to rank order the
top three most important UN 17 Sustainable Development Goals. The purpose of this
activity is to identify students’ perceptions about the importance of the UN SDGs from
the students’ perspective.
According to McCollaum et al. (2020), each GCT modules has test items that
generates scores from 0 to 21. Each test item is worth 1 point. The items are scored
according to their degree of correctness, as many of the items require a combination of
answers to be considered fully correct. For example, if an item requires more than one
correct answer, the student may have to choose all possible correct responses. If out of
four possible answers, two are correct, and the student gets both possible correct
answers they get one point; however, if they get one of the two correct they would only
get half a point. In the similar manner, if they are four or five items and the correct
answer is the first four or all of the above which is the fifth response, they can answer
one, two, three, and four, or all of the above to get the full point. If they get only one
correct from options one through four they would get .25 (one fourth score). Similarly, if
they get three of the four items correct, they would get .75 (three fourth of the point).
McCollaum et al. (2020) continue to explain that this type of scoring paradigm
adds sensitivity toward separating items of high and low difficulty.
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Validity
To test validity, researcher conducted cognitive interviews on three of the USF
undergraduate students including two females (one of whom was an international
student) and one male. The interviewees did not participate in any of the Global
Competency Test modules. According to Waddington and Bull (2007), a cognitive
interview is
accompanied by a set of discrete techniques, rather than a procedure. It has
synergies with unstructured qualitative interviewing. It is crucial to appreciate
that there is no standardized, not even standardized prompts or a set of
questions that allow open-ended answers. In order for the interviewee to access
and retrieve from their memory effectively it is vital that their sequence of recall is
not interrupted, e.g. by requests for clarification. One of the most important
techniques in CI is that the interviewer remains silent while the interviewee
recalls experience. However much an interviewee appears to be drifting into
irrelevancies, they should remain uninterrupted. (paragraph 5)
Cognitive Interviews as a method originated in cognitive psychology (Davies &
Thompson,1987; Py et al., 1997; Tulving & Thompson, 1973). Cognitive Interviews
contain two principal concepts: (a) role of memory, which can comprise the chain of
associations so there will be several means by which a memory can be cued; and (b)
recovery from memory, which can be more effective if the duration of the recovery of the
context surrounded by the original event can be re-instated (Cutler et al., 1987; Memon
& Bull, 1991). According to Collins (2003), cognitive interviewing (also known as thinkaloud interviewing or verbal protocols) empowers researchers to test the assumption,
inherent in standardized surveys, that respondents are understanding the questions
being asked and this understanding is what is intended by the researcher, in addition, to
their appropriate response to the questions.
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In the cognitive interview process, there were no items that all individuals said
were problematic. The majority of the items were well-understood by the students.
They suggested a few items might need a little more clarification within the instructions
on how to answer a particular question. One or two suggestions involved the choice of
one word over another.
Reliability
The scores of the preassessment and postassessment were computed for the
reliability purposes. According to Goforth (2014),
Although the standards for what makes a “good” α coefficient are entirely
arbitrary and depend on your theoretical knowledge of the scale in question,
many methodologists recommend a minimum αα coefficient between 0.65 and
0.8 (or higher in many cases); α coefficients that are less than 0.5 are usually
unacceptable, especially for scales purporting to be unidimensional. (p. 2)
The Cronbach's alphas for the Values and Policy module (21 items) for
preassessment and postassessment items were .79 and .81, respectively. According to
Goforth (2014), both pre/post assessment alphas were in the acceptable range.
The Cronbach's alphas for the Information Age module (21 items) for
preassessment and postassessment items were .79 and .81, respectively. According to
Goforth (2014), both pre/post assessment alphas were in the acceptable range.
The Cronbach's alphas for the Policy and Impact module (21 items) for
preassessment and postassessment items were .68 and .65, respectively. According to
Goforth (2014), both pre/post assessments’ alphas were in the acceptable range
Data Collection
During Summer 2021, the ACE held a 5-week program in which students
worked in interdisciplinary groups on different topics based on the UN Sustainable
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Development Goals. They identified one of the global issues to discuss how it was
related to one of the UN SDGS. At the end of the week four, students attended a oneweek Operation: Global Action, in which each group developed part of a module based
on their identified global issue (global knowledge), how it was related to one of the UN
SDGS (system-thinking analysis), who their target audience (system-thinking analysis)
was, and what they recommended as the possible solution (sustainable synthesis
solution).
The USF undergraduate students who participated in collaborative Academic and
Cultural Engagement Program (ACE) and Operation: Global Action (OGA) Summer
2021 program worked through all the three modules including the preassessment. I
asked their instructors to create an assignment (Week One) on Canvas, which allowed
students to work through each module upon their availability. I asked the instructors to
set the assignment in following order: The Information Age module would be available
on the first Monday of the first week of ACE, the Value and Policy would be available on
the first Wednesday of the first week of ACE, and the Policy and Impact would be
available on first Friday of the first week of ACE. Students had 24 hours to finish each
module.
As their postassessment, students were asked to take all three modules again. I
asked Operation: Global Action facilitators to create an assignment (Week Five) on
Canvas, which allowed students to work through each module as they were posted. I
requested the modules be posted in a different order than originally posted the first
week of the program. The Policy and Impact module was available on the Monday of
the last week of Operation: Global Action. The Information Age module was available
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on the Wednesday of the last week of Operation: Global Action. The Value and Policy
was available on the Friday of the last week of Operation: Global Action. Students had
24 hours to complete each module.
Prior to offering the modules to the participating students, I requested permission
from the University of South Florida, Undergraduate Studies Global Citizens Project to
use the GCT instrument for the purpose of this study. The Office of Undergraduate
Studies Global Citizens Project provided me permission for me to use the instrument.
See Appendix P for a copy of the official request to use the instrument along with the
permission email.
Data Analysis
This study used the Statistical Package for the Social Sciences (SPSS) version
26 software to analyze the dataset. Analyses of the statistical tests included descriptive
statistics such as means, percentages, and standard deviations, which were evaluated
for all each of the variables.
Research question one (What are the change scores based on the Global
Competency Test modules pre/postassessment scores for students who participated in
Operation: Global Action/ACE during Summer 2021?) examined the change (or
difference) scores between the student’s preassessment and postassessment.
Research question two (Are there differences in the assessment change scores
based on the demographic variables of gender, race, and international status?)
addressed whether there are differences in the change scores based on the
demographic variables of gender, race, international students. Analysis of variances
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(ANOVA) used for variables with more than two categories. For variables with two
categories, t tests were used.
Research question three (What are the student perceptions of the priority of the
UN SDGs?) reported the perceived the priority of the UN SDGs from the data received
through Qualtrics.
Summary
This study utilized the USF undergraduate students who participated in the USF
Undergraduate Studies collaborative program known as Academic and Cultural
Engagement Program (ACE) and Operation: Global Action (OGA) during Summer 2021.
The research design, inclusion criteria, details about the modules instrument, its
development, and validity and reliability presented. Also addressed were the data
collection and data analysis.
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Chapter 4
Results
The purpose of this study was to investigate the value of global competency-based
program modules and undergraduate students’ perceptions of the UN SDGs, the basis
for the modules. This chapter presents the characteristics of respondents, the overall
results of the survey related to each research question, and a summary of findings.
Characteristics of the Respondents
The total of number of the participants in Operation: Global Action/ACE for
Summer 2021 was 236 students. However, the total number of respondents who
completed at least one of the pre/postassessments of one of the three different modules
of the Global Competency Test was 178. The total number of individuals by gender
who responded to one of the three modules of GCT included 125 females (70.22%),
and 52 males (29.21%). In response to the question about race, there were 12 Black
African Americans (7.86%), 7 Asians (3.93%), 0 Native Americans, 0 Pacific Islanders,
120 White (67.41%), 27 mixed races (two or more races, 15.16%), and 10 others (5.61).
There were 12 international students (6.74%) among the respondents.
The number of respondents for each GCT module varied by module and
variable. 40 students worked through only one module with a pre and postassessment,
53 students completed the pre/post assessment of two modules, and 85 students
completed the pre/post assessment of all three modules. See Table 2 for the
demographic characteristics of the respondents.
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Table 2
Characteristics of Undergraduate Respondents by Demographics
Characteristic

n

%*

Gender
Female
Male
Other

125
52
1

70.22
29.21
.01

14
7
120
10
27
0

7.86
3.93
67.41
5.61
15.16
--

Race
Black African American
Asian
White
Other
Mixed Race
No Response

International Status
International Student
12
Not International
166
Note. N = 178
*The percentage may not equal 100 due to rounding.

6.74
93.25

Research Questions and Results
In this section, the research questions are presented along with the relevant
statistical information.
Research Question One. What are the change scores based on the Global
Competency Test modules pre/postassessment scores for students who participated in
Operation: Global Action/ACE during Summer 2021?
A total of 114 respondents completed the Policy and Impact module. A paired t
test was run on the sample of 114 respondents (M = -.72, SD = 4.00) to determine
whether there was a statistically significant mean difference between the change scores
of the preassessment and postassessment. For the resulting t(113) = 1.91, p = .059,
there was no statistically significant difference between the means.
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A total number of 142 completed the Information Age module. A paired t test
was run on the sample of 142 respondents (M = -.89, SD = 3.55) to determine whether
there was a statistically significant mean difference between the change scores of
preassessment and postassessment. For the resulting t(141) = -2.99, p = .003, there
was significant difference between the means.
A total number of 142 respondents completed the Values and Policy module. A
paired t test was run on the sample of 142 respondents (M = -.2, SD = 3.47) to
determine whether there was a statistically significant mean difference between the
change scores of preassessment and postassessment. For the resulting t(141) = .634,
p = .53, there was no statistically significant difference between the means. See Table
3 for descriptive statistical for assessments used for the global competency-based
program modules.
Research Question Two. Are there differences in the assessment change scores
based on the demographic variables of gender, race, and international status?
For the Policy and Impact module, gender (females, n = 80; males, n = 34) was
investigated using an independent samples t test. As the result of the comparison
between preassessments, females (M = 14.7, SD = 3.25) and males (M = 15.64, SD =
2.38), and postassessments, females (M = 15.62, SD = 3.37) or males (M = 15.91, SD
=3.0), there was no significant difference in the change scores for females (M = .91, SD
= 4.35) and males (M = .26, SD = 3.04).
A positive change score indicated the scores for the postassessment results
minus the preassessment results increased. The respondents had more correct
answers on the postassessment than they did on the preassessment. A negative
change score indicated the scores for the postassessment results minus the
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preassessment results decreased. The respondents had more incorrect answers on the
postassessment than they did on the preassessment. See Table 4 for the descriptive
statistics for the Policy and Impact Module.
There were no significant differences on the change sores at the p < 0.5 level for
the five race categories, Black African American (n = 10), Asian (n = 3), White (n= 73),
Others (n= 15), and Mixed Races (n = 13) for the Policy and Impact module, [0.257 (4,
109) = .257, p = .905]. The p value for this module based on race was .905. See Table
5 for the Policy and Impact module ANOVA results by race.
For the Policy and Impact module, there were no international students, therefore
no statistical test was possible.
For the Information Age module, gender (females, n = 100; males, n = 42), was
investigated using an independent samples t test. As the result of comparison between
preassessments, females (M = 13.88, SD = 2.46) and males (M = 14.04, SD = 2.81),
and postassessments, females (M = 14.79, SD = 2.88) and males (M = 15.07, SD
=3.45), there was no significant difference in the change scores for females (M = .93,
SD = 3.16) and males (M = .86, SD = 4.38).
For the Information Age module, international status (international students, n =
12; non-international students, n = 130) was investigated using an independent samples
t test. As the result of comparison between preassessments, non-international students
(M = 13.85, SD = 2.56) and international students (M = 14.04, SD = 2.81), and
postassessments, non-international students (M = 14.85, SD = 3.01) and international
students (M = 15.20, SD = 3.70), there was no significant difference in the change
scores for non-international students (M = .93, SD = 3.54) and international students (M
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= 0.44, SD = 3.95); t (140) = 0.456, p = 0.649. See Table 6 for the descriptive statistics
for the Information Age Module.

Table 3
Descriptive Statistics for Assessments Used for the Global Competency-based Program
Modules
Variable

Preassessment

Posassessment

Change
(Posttassessment–
Preassessment)

15.74

15.54

-.20

SD
Minimum
Maximum

2.79
5.51
19.89

2.73
5.61
19.98

3.74
-10.08
9.69

Information Age
M

13.93

14.87

.892

SD
Minimum
Maximum

2.57
3.92
19.13

3.05
2.33
20.50

3.55
-16.80
10.57

14.91

15.71

.72

3.25
10.42
21.00

4.00
-12.67
18.00

Values and Policy
M

Policy and Impact
M

SD
3.29
Minimum
9.99
Maximum
19.83
Note. ns = not statistically significant (p > .05)
(p < .05)

Paired t test

.634(141),
p = .53

-2.99 (141), p =
.003*

1.91(113), p =
.059

There was no significant difference on the change sores at the p < 0.5 level for
the five race categories, Black African American (n = 10), Asian (n = 7), White (n = 93),
Others (n = 10), and Mixed Races (n = 22) for the Information Age module, [.602
(4,137) = .602, p = .66]. As previously explained negative change scores indicated
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there were more incorrect answers on the postassessment than the preassessment. A
positive change score indicated there were more correct answers on the
postassessment than the preassessment. See Table 7 for the Information Age ANOVA
results by race.
For the Values and Policy module, gender (females, n = 99; males, n = 43), was
investigated using an independent samples t test. As the result of comparison between
preassessments, females (M = 15.76, SD = 2.93) and males (M = 15.68, SD = 2.47),
and postassessments, females (M = 15.72, SD = 2.56) and males (M = 15.12, SD =
3.07), there was no significant difference in the change scores for females (M = -.04, SD
= 3.75) and males (M = -.58, SD = 3.72).

Table 4
Descriptive Statistics for Policy and Impact Module
Variable

Preassessment

n

M

SD

Postassessment

M

SD

Change
PostassessmentPreassessment
M
SD

Gender
Female
Male

80
34

14.70
15.64

3.58
2.38

15.62
15.91

3.37
3.00

.91
.26

4.35
3.04

Race
Asian
Black
Mixed
White
Other

3
10
13
73
15

14.58
14.51
14.85
14.85
16.21

1.58
1.80
5.20
3.33
1.69

16.39
14.21
15.99
15.54
17.15

2.30
2.87
3.17
3.52
1.65

1.81
-.30
1.13
.69
.94

3.69
2.91
5.40
4.19
2.24

International Status

0
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Table 5
Policy and Impact ANOVA Results for Change Scores by Race
Change Score
df
SS
MS
F
Between Groups
4
16.948
4.237
.257
Within Groups
109
1793.821
16.457
Total
113
1810.769
Note. Alpha level of significance =.05.

p
.905

For the Values and Policy module, international status (international students, n =
12; non-international students, n = 129) was investigated using an independent samples
t test. As the result of comparison between preassessments, non-international students
(M = 15.60, SD = 2.21) and international students (M = 17.06, SD = 2.81), and
postassessments, non-international students (M = 15.54, SD = 3.38) and international
students (M = 15.41, SD = 2.68), there was no significant difference in the change
scores for non-international students (M = -.06, SD = 3.69) and international students
(M = -1.64, SD = 4.25). As previously explained negative change scores indicated there
were more incorrect answers on the postassessment than the preassessment. A
positive change score indicated there were more correct answers on the
postassessment than the preassessment. See Table 8 for the descriptive statistics for
the Information Age Module.
There were significant differences on the change sores at the p < 0.5 level for the
five race categories Black African American, (n = 8), Asian, (n = 8), White, (n = 94),
Others, (n = 15), Mixed Races, (n = 17) for the Values and Policy module, [3.312 (4,
137) = 3.312, p = .013]. However, respondents who chose Other as their race did not
specifically identify their race. The respondents who chose more than one race were
counted as Mixed Race. See Table 9 for the Values and Policy ANOVA results by race.
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After performing a multiple comparisons Tukey HSD, a significant difference
existed between Others (n = 15) and Mixed Race (n = 17) with the p value of .03. The p
value of .01 indicated a significant difference between White (n = 94) and Others (n =
15). Two categories emerged from the Other option for race. Some individuals
checked Other but gave no specific response. The Mixed-Race category included
individuals who identified themselves as having more than one race. Because there
was no additional information than Other category, it was impossible to identify the
specific differences between Other and White and Other and Mixed Race.
Research Question Three. What are the student perceptions of the most
important UN SDGs?
The total number of students who responded to the United Nations Sustainable
Development Goals Priority Survey was 201. Each respondent was asked to identify
the top three most important SDGs. According to the results of this survey, SDG 1 No
Poverty and SDG 13 Climate Change were the two most important, which were chosen
equally by 63 of 201 students (31.34%). The next most important SDGs included 60 of
201 students (29.85%) who chose SDG 3 Good Health and Well-being, 56 of 201
students (27.86%) who chose SDG 2 Zero Hunger, 50 of 201 students (24.87%) who
chose Quality Education, and 46 of 201 (22.88) who students chose SDG 6 Clean
Water and Sanitation. The SDGs perceived to be of medium importance included 25 of
201 students (12.43%) who chose SDG 7 Affordable and Clean Energy, 23 of 201
students (11.44%) who students chose SDG 8 Decent Work and Economic Growth, 19
(9.45%) who students chose SDG 10 Reduced Inequality, 19 of 201 students (9.45%)
who chose SDG 16 Peace Justice and Institutions, 18 of 201 students (8.95) chose
SDG 14 Life Below Water, and 12 of 201 students (5.97%) chose SDG 12 Responsible
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Consumption and Production. The goals perceived to be least important by the
students included 9 of 201 students (4.47) who chose SDG 9 Industry, Innovation and
Infrastructure, 8 of 201 students (3.98) who chose SDG 11 Sustainable Cities and
Communities, 7 of 201 students (3.48%) who chose SDG 15 Life on Land, and 7 of 201
students (3.48) who chose SDG 17 Partnership to achieve the Goal. See Figure 5 for a
bar chart of the student perceptions of the most important Sustainable Development
Goals.
Although each respondent was able to select the 3 most important SDGs, some
of the 201 respondents most likely selected only one or two responses. They deemed
most important since there were only 485 responses.

Table 6
Descriptive Statistics for Information Age Module
Variable

Preassessment

n
Gender
Female
Male
Race
Asian
Black
Mixed
White
Other

International
Status
No
Yes

Postassessment

Change
PostassessmentPreassessment
M
SD

M

SD

M

SD

100
42

13.88
14.04

2.46
2.81

14.79
15.07

2.88
3.45

.93
.86

3.16
4.38

6
11
21
95
9

14.72
14.61
12.89
13.96
15.02

3.40
2.51
2.82
2.51
.75

16.05
16.34
14.50
14.69
15.36

1.95
1.87
2.88
3.12
4.17

1.32
1.68
1.54
.68
.33

4.66
3.18
3.11
3.58
4.25

132
12

13.85
14.76

2.56
2.68

14.85
15.20

3.01
3.70

.93
.44

3.54
3.95
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Table 7
Information Age ANOVA Results for Change Scores by Race
Change Score
df
SS
MS
F
Between Groups
4
30.721
7.680
.602
Within Groups
137
1747.812
12.758
Total
141
1778.534
Note. *Significant at the .05 level.

p
.662

Five of the top six UN Sustainable Development Goals appeared to be related to the
idea that the decent standard of living should be available to all individuals. The five
goals include No Poverty, Good Health and Well-being, Zero Hunger, Clean Water and
Sanitation, and Quality Education. Most of these goals will entail a major long-term
commitment from many entities to achieve.
Climate Action was the sixth UN SDG the students identified as a major concern.
Without taking immediate action in relation to Climate Action, achieving long-term
solutions for the other five UN SDGs will continue to be a primarily challenge.
Observations
Some information gained from this research did not come from the empirically
based data. Rather some valuable pieces of information came from unexpected
sources. These bits of information are presented below so these details are not lost for
the next researcher.
Since the GCT modules were developed in 2015, students could not relate to the
items, which include references to 2015 events (e.g. the U.S. presidential rallies for
2016 election). Highly time-specific references would quickly make the module
materials out dated.
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Table 8
Descriptive Statistics for Values and Policy Module
Variable

Pretest

n

Posttest

M

SD

M

SD

Change
PostassessmentPreassessment
M
SD

Gender
Female
Male

99
43

15.76
15.68

2.93
2.47

15.72
15.12

2.56
3.07

-.04
-.56

3.75
3.72

Race
Asian
Black
Mixed
White
Other

8
6
19
94
15

16.89
14.97
15.69
15.47
17.17

1.81
3.98
3.28
2.79
2.51

17.70
16.30
16.21
15.44
13.92

1.99
3.45
2.03
2.73
3.07

.803
1.33
-.52
-.04
-3.26

1.41
6.77
3.54
3.42
4.07

129
12

15.60
17.06

2.21
2.81

15.54
15.41

3.38
2.68

-.06
-1.64

3.69
4.25

International
Status
No
Yes

Students at the beginning of the program spent approximately 25-35 minutes on
each preassessment module. Towards the end of the program, for their
postassessment module, they spent less than 15 minutes on each postassessment
module. This could be in result of asking students to take the postassessment at the
end of the semester and/or they might have been tired and overwhelmed by the end of
the semester deadlines.
Instructors were not well aware of the GCT structure and content. Although, they
were given detailed instructions on how to administer each module, still there were
confusion, which were content related. It was obvious not all instructors bought into the
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research, because they expressed concerns about the content of the modules and/or
the research questions.
It also became obvious that many students did not take the GCT modules
seriously as soon as they were informed that the modules were not a graded
assignment. Questions about the portion of the grade that the GCT modules
postassessment accounted for were received through out the last week of the program.
Students who discovered there were no points associated with the assignment often
chose not to complete the assignment.

Table 9
Values and Policy ANOVA Results for Change Scores by Race
Change Score
df
SS
MS
F
Between Groups
4
173.56
43.392
3.312
Within Groups
137
1794.97
13.102
Total
141
1968.54
Note. *Significant at the .05 level.

p
.013*

Summary
This chapter presented the statistical analysis used to address the study’s three
research questions. The research examined the value of the global competency-based
program modules and undergraduate students’ perceptions of the UN SDGs, the basis
for the modules. The data for this study was collected from undergraduate students
who participated in the collaborative Operation Global Action/ACE Summer 2021
program. Data analysis was performed on the responses received from the Global
Competency Test modules as pre/postassessment. No differences were found on any
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module for gender and international status (international student versus noninternational students).
An ANOVA was conducted to analyze the differences in change scores based on
race. According to the one-way ANOVA analysis and Tukey Honest Significant
Difference (HSD) post hoc comparisons, there were some statistically significant
differences between the group who chose Other as their race compared to the group
who chose Mixed race, and between Other and the group who chose White as their
race in only one of the GCT module (Values and Policy). Because the Other and
Mixed-Race categories were problematic, no conclusion could be drawn.
According to responses received for students’ perceptions on importance of the
UN SDGs, the six most important goals were related to decent standard of living.

Figure 5
Student perceptions of the most important Sustainable Development Goal
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Chapter 5
Summary, Conclusions, Implications, and Recommendations
The purpose of this study was to investigate the value of global competencybased program modules and undergraduate students’ perceptions of the UN SDGs, the
basis for the modules. This chapter presents a summary of the research, conclusions,
implications, and recommendations for future research suggested by this study.
Summary
Global competency-based modules for higher education have become a tool by
which to measure the impact of global competency-based programs on students’
attainment of global competency. The majority of global competency-based
assessments use self-reflective reports or tests to measure an individual’s
understanding of global competency material. The GCT modules objectively measure
global competency for individuals. The Global Competency Test modules aim to have
students think systematically about global competence.
This study addressed the following research questions:
1. What are the change scores based on the Global Competency Test module
pre/postassessment scores for students who participated in Operation: Global
Action/ACE during Summer 2021?
2. Are there differences in the assessment change scores based on the
demographic variables of gender, race, and international status?
3. What are the student perceptions of the most important UN SDGs?
This research used three USF Global Competency Test modules to investigate
the impact of global competency-based programs for undergraduate students in higher
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education. During Summer 2021, 236 students participated in the Academic Cultural
Engagement program offered by the University of South Florida Undergraduate Studies.
The participants were asked to complete the three Global Competency Test modules as
a pre/postassessment. The number of students who took both parts of at least one of
the three GCT modules to provide pre/postassessment comparisons was 178.
Conclusions
The conclusions, which originated from this study, are discussed below.
1. Based on gender, the respondents answered similarly. In other words, there
appeared to be no differences based on gender.
2. Based on international status characteristic respondents (n = 12), the data
indicated international students and non-international students answered
similarly.
3. Using race as a demographic characteristic, differences did occur in the Values
and Policy module between Black African American and Others, and Mixed Race
and Others. The Other category included individuals who did not identify any
category. Another subset of the Other category included individuals who
identified themselves as having mixed races. However, since the Other category
included individuals who did not respond, in effect, there was no difference based
on race.
4. The overall reliability scores for all three modules were in the acceptable range.
However, the majority of the component parts did not have values in the
acceptable range.
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5. The GCT modules wanted to objectively measure the global competency of
undergraduate students. The information derived from this research provides
minimal support of the value of these global competency-based modules.
6. The majority of most students appeared to perceive the UN Sustainable
Development Goals related to a decent standard of living and basic needs as the
most important.
Implications
The implications drawn from the findings of this study include suggestions for
educators, researchers, educational agencies, higher education policy makers, and the
United Nations.
Educators, administrators, staff, and students in higher education may benefit
from well-developed global competency-based modules. Some of the different entities
in higher education, who focus on globally based programs, can incorporate findings
from this study and can create and implement global competency modules based on the
UN SDGS.
Researchers conducting global competency-based studies within global
engagement in higher education might have better insight in developing global
competency-based modules, which focus on different UN SDGs.
Colleges, which specifically study global sustainability, might incorporate the
results of this research to develop well-constructed global competency-based modules
related to global issues that may require immediate attention because of an unforeseen
urgency. Recent examples include the COVID-19 pandemic or the large numbers of
out-of-control wildfires for instance in California and Australia.
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For students who are graduating from higher education who are interested in
starting their careers in a more global environment, it is essential to be aware of global
issues. Global competency-based modules, which were developed based on UN
SDGs, can help them gain a better understanding about the urgency of issues the world
is facing.
The United Nations could be interested in the concept of global competencybased modules and use their insight to create new modules based on the UN
Sustainable Development Goals.
Pre/postassessment was not well tolerated by the students in terms of patience.
The majority of students participated better in preassessment rather than
postassessment. Evidently by the end of few weeks long program, students are not as
enthusiastic as the beginning of the program.
Apparently the three demographic characteristics of gender, race, and
international status were similar and did not appear to make a difference in this study.
The content of modules can be revised or changed to address the perceptions of
perceive the importance of the UN SDGs.
Recommendations for Future Research
There are several recommendations for future research, which emerge from the
findings of this study.
A stronger research design in which students would be randomly assigned to the
module or a control condition can help to improve the measurement properties of the
assessments.
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The Global Competency Test modules were developed in 2015. Since then, the
perception of the importance of the UN Sustainable Development Goals may have
changed. In addition, students’ perceptions toward the importance of the UN SDGs
supported the idea that the current topics were not as relatable to students as they were
in 2015. Developing new global competency-based videos and infographs based on
the UN SDGs, which were selected the most by students, would improve the credibility
of the GCT modules. By conducting a study, which investigates the new GCT modules
as a follow up, student interests in the selected SDGs may change.
A longitudinal study can complement this study’s findings by comparing the
results of the impact of global competency-based programs in higher education by
asking students as freshmen to take all three GCT modules and ask them to retake the
same modules as seniors.
During the development of GCT in 2015, faculty from different departments at
USF chose the topics. The influence of the scholarly mindset on the current topics, and
the different perceptions toward the global issues, can be detected by comparing the
UN SDGs importance based on students’ perceptions. A study could be conducted by
investigating the results of the GCT modules, which would be developed based on the
students’ choices of the important UN SDGs versus the current GCT modules, where
the topics were chosen by faculty.
As global competency-based programs become popular among higher
education, a research study can be conducted to investigate faculty global competencybased module change scores. This study has the potential to expand the faculty
demographic characteristics based on years of teaching experience in higher education,

74

level of courses they have been teaching (undergraduate level, master level, doctoral
level), topics of courses they have been teaching, department, college/school, location
of the higher education institute, age, gender, and race/ethnicity.
The Global Competency Test specifically measures the students’ global
competency from an objective standpoint. Investigation of students’ global competency
from a subjective standpoint along with the GCT can provide more insight into the value
of global competency-based programs in higher education.
Research could use interviews with students about their perceptions of the
modules and their content.
Researchers and test developers could gain better information about the priority
of the UN SDGs of US students compared to international students.
Although focus groups were used in the development of the current GCT
modules, conducting additional focus group sessions can be useful to understand how
students’ relate to current global issues.
Conduct the study on a broader demographic population, such as veteran
students (ROTC, war veterans, active duty), public health students (nursing, pre-med),
business schools (finance, international marketing), international exchange students,
and other similar programs.
Although the GCT was taken by students from many different populations, no
research was conducted to asses different demographics at the individual levels. The
results from different demographic populations could be compared with the targeted
populations.
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The GCT modules were originally created for undergraduate students.
Identifying and considering graduate student perceptions toward the importance of the
UN SDGs could result in developing new GCT modules, which might lead to a potential
study to investigate graduate student perceptions on global issues.
Since gender, race, and international status did not appear to effect the results of
this study, additional demographic variables could be studied in a similar manner. For
example, to follow the USF protocols regarding race, this study was not able to collect
data based on ethnicity. Other demographic characteristics such as age, marital status,
number of children, socioeconomical status, number of languages spoken, and their
native language (e.g., other than English).
International students did not participate in large numbers in this study. A study,
which specifically targets international students on the USF campus, could help in
identifying the perceptions of the UN SDGs from the international students’ perspective.
A research study comparing the perceptions of the UN SDGs by both the US students
and the international students could identify some perceptions that differ different.
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Appendix P
Copy of Permission to Use GCT Email

RE: Official Request for GCT Instrument
Dayerizadeh, Raheleh
Mon 4/26/2021 10:32 AM
To:
•
•

Sadeghinia, Parandoosh;
McCollaum, Bruce
Dear Parandoosh,
Thank you for reaching out to us with a formal research request for the GCT Instrument. As the
Interim Director of the Global Citizens Project, I give my consent as long as the designer and
developer of the GCT, Bruce McCollaum agrees.
We look forward to engaging with your research.

Sincerely,
Rahi Dayerizadeh, Ph.D. (she/her/hers)
Interim Director Global Citizens Project
Coordinator, Operation: Global Action
Undergraduate Studies
University of South Florida
Tampa Campus
SVC 2049 | 813-974-5444
rdayeriz@usf.edu
www.usf.edu/gcp

From: Sadeghinia, Parandoosh <parandooshsa@usf.edu>
Sent: Sunday, April 25, 2021 5:19 PM
To: Dayerizadeh, Raheleh <rdayeriz@usf.edu>; McCollaum, Bruce <bmccollaum@usf.edu>
Subject: Official Request for GCT Dataset
Dear Dr. Dayerizadeh and Mr. McCollaum,
I hope this email finds you well.
I would like to request permission to use Global Competency Test Instrument ,which is carefully
developed by the USF Undergraduate Studies, office of Global Citizens Project, as my case
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study for my doctoral dissertation on “Investigation of the Effectiveness of Global CompetencyBased Programs for Undergraduate Higher Education Students”.
A copy of this request and the permission will be added to the appendices in the
proposal/dissertation.
Thank you so much in advance,
Sincerely,
Parandoosh Sadeghinia
Parandoosh Sadeghinia, M.A.
Doctoral Candidate
Graduate Assistant
Global Citizens Project
Undergraduate Studies
SVC 2049 | 813-974-5264
parandooshsa@usf.edu
www.usf.edu/gcp
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